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In 2001, Public Education Network (PEN) received a grant from MetLife Foundation to
support research into the perspectives of new teachers on the quality of the teacher
preparation they receive, on their experiences during their first years of teaching, and on
the supports provided to them by their districts and their schools during those critical
early years in the profession. 
The research was conducted in four communities—Chattanooga, TN; New York, NY;
Seattle, WA; and Washington, DC—and throughout the state of West Virginia. More than
200 teachers participated in the project either by completing surveys, being personally
interviewed, or participating in focus groups that explored their perceptions of the teach-
ing experience.
This report is based on information gathered over a six-month period and on the lessons
learned at five sites participating in PEN’s teacher quality initiative. We hope district
administrators, school principals, institutions of higher education, and policymakers will
use this information to create programs and policies that will give new teachers the sup-
ports they need to succeed in this vital profession.
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Dear Teacher Advocate:
It is axiomatic to say that quality teaching is a critical factor in student achievement. Quality teaching,
writ large, includes not only mastery of subject matter and how to teach it, but a belief in the potential
of all children to learn, an abiding ethic of care, and the creativity to inspire children who would other-
wise be lost. 
The Voice of the New Teacher, funded with generous support from MetLife Foundation, looks at begin-
ning teachers in the context of the teacher quality debate. Research shows that the attrition rate of new
teachers—combined with the inequitable numbers of uncertified, inexperienced teachers in minority
and low-income communities—presents a fundamental challenge to quality teaching. 
What are the conditions and supports that novice teachers need to be successful? What kind of prepa-
ration do they need to prepare them to teach? More than 200 teachers from communities served by the
five local education funds participating in PEN’s teacher quality initiative offered their perspectives on
these issues and gave recommendations for improvement. 
This year, we mark the 20th anniversary of local education funds and celebrate the work they are doing
with school districts and communities to improve public schools and promote student achievement.
Local education funds across the country have contributed over 1 billion dollars to improve teacher
quality. These efforts include providing professional development, designing teacher induction programs,
gathering data on what constitutes a quality teacher, and advocating for policy and program changes
that support quality teaching. 
We hope that this report will raise public awareness of the complex issues that new teachers face, and
will guide school districts, teacher preparation and professional development programs, teacher col-
leges, regulatory bodies, and other organizations in making decisions that affect new teachers. 
Wendy D. Puriefoy
President
Public Education Network
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New teachers are vital members of the teaching workforce. The demand for new teachers has been climb-
ing steadily since the 1990s and is expected to continue in the foreseeable future given the increases in
teacher retirement and student enrollment, lower pupil/teacher ratios, and rising teacher attrition rates.1
New teachers enter the profession with varying degrees of preparation, ranging from extensive coursework
and classroom experience to no preparation at all. They often need special attention and support to reach
their full potential as educators, but this support is sorely lacking in many schools—which may explain
why large numbers of new teachers leave the profession after just a few years of teaching.
Recognizing the many complex individual, school, and systemic variables that contribute to teacher quality,
Public Education Network launched a national public engagement initiative to explore factors influencing
teacher quality, to raise public awareness of these factors, and to help communities advocate for improved
teacher quality in their public schools. 
Working through its local education fund (LEF) members, PEN developed systematic data collection meth-
ods (see Appendix A) and promoted the use of data as a way to inform policymakers, educational stake-
holders, and the public about teacher quality, and as a tool to advocate for educational reform that puts a
qualified teacher in every classroom. The Voice of the New Teacher grew out of this work.
How to use this report?
The report—ideally used as a supplement to A Community Action Guide to Teacher Quality, published by
PEN in May 2003—is designed to increase support for new teachers by raising public awareness of the
issues they face and by helping others advocate for change on their behalf. The information in this report
can be used to inform strategic planning and public engagement efforts that support schools and new
teachers.
Who should use this report?
The audience for this publication includes the individuals and organizations working to improve the quality
of teaching in their communities, the school districts and schools designing induction programs and devel-
oping policies for new teachers, and the institutions of higher education and other organizations that are
preparing teachers to enter the profession.
The report is based on local data gathered through research conducted in school districts in Chattanooga,
TN; New York, NY; Seattle, WA; Washington, DC; and in the state of West Virginia. The report also
includes findings from national research pertaining to new teachers, along with criteria and resources for
developing teacher support programs. 
Participating LEF Teacher Quality Sites
Alliance for Education, Seattle, WA, is engaging broad segments of the community in dialogue about the
quality of teaching in the Seattle School District. It is developing and will implement a research-based
strategic plan to improve teacher quality, educate and organize the community around the relevant issues,
and advocate for local and state policies needed to improve teaching. (www.alliance4ed.org) 
DC VOICE, Washington, DC, is leading a collaborative of teachers, parents/guardians, students, communi-
ty members, and others concerned about public education in the District of Columbia. Its mission is to
strengthen the public voice to both provide support to the public education system and hold it and the city
accountable for the education of its youth. Citywide coalitions to support quality teaching and learning are
in development and are using national and local research to inform and organize the public.
(www.dcvoice.org)
The Education Alliance, West Virginia’s statewide education fund, is conducting community dialogues
throughout West Virginia to engage citizens in identifying critical issues and developing local community
education plans. The results of these meetings in conjunction with an in-depth research process will be
used to produce a strategic statewide plan and a legislative policy agenda that is based upon community
needs and interests. (www.educationalliance.org)
New Visions for Public Schools, New York, NY, is spearheading a process to improve teacher quality by
engaging key education schools and stakeholders involved in the New Century High School Initiative, a
major reform effort aimed at creating and transforming the city’s high schools. The goal is to develop pro-
grams and policies consistent with the core principles of effective schools that prepare and support teach-
ers to serve students with the greatest needs. (www.newvisions.org)
Public Education Foundation (PEF), Chattanooga, TN, is utilizing extensive research and comprehensive
community engagement to develop an understanding of the importance of quality teaching and to create
the will to have a quality teacher in every classroom. Utilizing the results of a series of public forums, 
PEF is developing a strategic plan that includes policy recommendations in three key areas: teaching skills,
work environment, and compensation. (www.pefchattanooga.org)
WHAT IS 
TEACHER QUALITY?
T
he standards movement has put teacher quality at the center of edu-
cational reform. Conceived broadly, teacher quality consists of three
elements: teacher knowledge, teacher qualifications, and teacher
practice. In turn, these elements are affected by individual school factors and
by working conditions such as class size, professional support, and school
leadership. They are also affected by systemic variables such as state and
local policies on teacher preparation, certification, and salaries. To gain an
understanding of any one component of teacher quality, these other factors
must also be considered.2
Teachers operate in complex, multidimensional environments, so the direct impact of teaching on
student outcomes can be difficult to isolate. However, by linking student achievement to individual
teachers, researchers have been able to confirm that some teachers have a lasting, positive impact on
student performance, while others have a negligible or negative impact on the performance of students
with similar profiles.3
A simple definition of teacher quality has emerged from this research, namely, the ability to increase
student learning during a school year, regardless of a student’s initial academic standing. But this defini-
tion, which points to academic growth as an indicator of effectiveness, does not explain why and
how some teachers are more effective than others. 
The research that has been done on teacher credentials, while informative, does not address the actu-
al quality of classroom instruction—a dynamic much more difficult to measure due, in part, to the
lack of consensus on what type of instruction is most effective. The ongoing debate on how best to
teach mathematics and language arts is one example of this lack of consensus, as is the popularity
and furor over “packaged” instructional programs, such as Success for All. Definitions of effective
teacher practice, therefore, must also factor in variations in curriculum and instruction, along with
the relationship between curriculum and instruction and the variables that affect that relationship.
The National Board for Professional Teaching Standards (NBPTS) has developed rigorous standards
for what accomplished teachers should know and be able to do.4 Given these standards, NBPTS
certification is a good proxy for teacher effectiveness. However, its value as a measure of effective
practice is limited in that certification is voluntary, and only a relatively few teachers pursue it. 
NBPTS standards are, nonetheless, useful as criteria for excellent teacher practice. Based on five
principles that describe the qualities and attributes of effective teachers, the standards have been
broadly adopted by the education community as a measure of teacher excellence:
 Accomplished teachers base their instruction on knowledge of child development.
 They are committed to students and their learning. 
 They know the subjects they are teaching and how to teach those subjects to diverse learners. 
6
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 They are able to effectively organize the classroom environment to engage students in the
learning process and to sustain their learning so that instructional goals are met. 
 Accomplished teachers are active members of learning communities; they systematically exam-
ine and improve their practice and learn from their experiences, and they are aware of the
policies and resources that can benefit their students. 
Preparing Teachers to Meet High Professional Standards
Setting high standards is one thing, preparing teachers to reach them is another. Researchers have
tried to assess whether teachers felt prepared to teach in ways aligned with rigorous professional
standards. 
Using the NBPTS standards as a guideline, the National Center for Restructuring Education,
Schools and Teaching (NCREST) conducted a survey in 1997 to determine how well prepared new
teachers felt when they first began teaching. They compared the responses of graduates from nation-
ally recognized education schools with a random sample of practicing teachers across the country.5 A
1999 study, conducted by the US Department of Education as part of its nationwide research on
teacher characteristics, included six questions on teacher perceptions regarding preparation.6
Responses of new teachers were compared to responses of those who had been in the profession for
longer periods of time. New Visions for Public Schools, a New York City–based local education
fund, conducted a survey in 1998 on new teachers in that city, based on the NCREST instrument.7
The New Visions survey compared responses of certified teachers to those of noncertified teachers,
and also compared the responses to the NCREST data. 
In addition to the major studies cited above, versions of the original NCREST instrument have been
used by teacher education programs in states affiliated with the National Commission on Teaching for
America’s Future to gauge what graduates got out of their education training in terms of overall prepara-
tion. These studies reveal that, over all, teachers do not feel well prepared in critical areas such as
working with special-needs students, particularly English language learners (ELLs), and using educa-
tional technology.
It is important to keep in mind that these surveys are a measure of how teachers perceive their knowl-
edge and skills; they do not measure what teachers actually know and are able to do. Teacher perceptions
and attitudes are, nonetheless, quite important since a teacher’s sense of efficacy plays a large role in the
decision to remain in the profession. These perceptions provide useful information on areas where teach-
ers feel most knowledgeable and areas where they feel most lacking.
Teacher Preparation Findings from the PEN Study
The five teacher quality initiative sites whose research is presented in this publication elected to adopt
and modify the NCREST survey. Having similar information on new teachers over time, from different
parts of the country, makes it possible to look at trends and patterns regarding how teachers feel about
their level of preparation. Teachers from the PEN sites felt most prepared in knowing and understand-
ing their students, teaching their subject areas, using a variety of instruments to assess students, and
planning instruction with their colleagues. They felt least prepared to teach special-needs students and
English language learners, to work with parents, to assume leadership roles in their schools, and to create
interdisciplinary curricula.
8The findings of the PEN teacher survey and of previous surveys reveal a great deal of consistency regard-
ing areas where teachers feel best and least prepared. There is little difference in findings on preparedness
between the NCREST teacher survey conducted in 1997 and the PEN site surveys conducted in 2002:
A large percentage of teachers do not feel well prepared when they first start teaching.
Teacher responses from the PEN sites were closer to the New York City survey than to the NCREST
sample. Both the PEN survey and the New York City survey targeted teachers in schools serving high
numbers of students from low-income families. The NCREST sample, in contrast, included schools
from urban, suburban, and rural areas. 
The PEN site teachers felt less prepared to teach English language learners than did the respondents in
the other two surveys. This finding appears to be influenced by student demographics: Teachers from
school districts with a relatively small number of English language learners, such as West Virginia and
Chattanooga, reported feeling less well prepared than teachers from school districts, such as New York
City, that have a large number of English language learners. 
Attitudes Toward Teacher Preparation
During the PEN site interviews, teachers were asked to comment on the preparation they had received
prior to entering the classroom. Teacher satisfaction with pre-service education ranged from feeling that
their courses were a waste of time to feeling that they were a valuable foundation for teaching. There
was consensus, however, that student teaching and other classroom experiences were, by far, the most
valuable pre-service training. 
Student teaching provides teachers with opportunities to apply and test their knowledge and skills.
Teachers felt student teaching was particularly beneficial when the schools in which they trained 
Poor/not at all
Use a variety of assessments
Plan instruction with colleagues
Help students use critical thinking skills
Teach all students to high standards
Understand student culture/background
Understand student development
Address special learning needs
Assume leadership
Work with families
Address learning needs of ELLs
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NEW TEACHERS RATE PREPARATION PROGRAM IMPACT
were the same as, or similar to, the schools in which they eventually ended up teaching. They felt 
student teaching was less useful when the student populations to whom they were assigned were dra-
matically different from the students they had as student teachers. One New York City teacher said that
student teachers were frequently assigned to schools that more resembled suburban schools than typical
New York City schools.
The Voice of the New Teacher   Public Education Network 9
W
H
A
T
 IS
 T
E
A
C
H
E
R
 Q
U
A
L
IT
Y
?
PEN Sites NCREST NYC
Create collaborative classroom
environment
0  20 40  60 80
 49
70
 51
54
  67
  50
54
   68
43
       61
74
      53
     49
       68
        62
Percentage reporting well/very well prepared
Relate classroom experience to the
real world
Understand how student development
influences learning
Develop curriculum that builds on
student interests and needs
Teach all students to high standards
5 AREAS NEW TEACHERS FEEL MOST PREPARED
PEN Sites NCREST NYC
Address learning needs of ELLs
Work with families
Develop interdisciplinary curriculum
Address special learning needs
Assume leadership
0  20 40 60
53
  50
40
28
  24
   27
   19
15
27
20
  18
      33
27
  23
27
Percentage reporting poorly/not at all prepared
5 AREAS NEW TEACHERS FEEL LEAST PREPARED
10
Teachers also liked the idea of having a network for student teachers assigned to one or two schools.
One teacher mentioned that she continued to rely on her student teaching network colleagues for advice
and support during her first year of teaching. 
Placing student teachers in a variety of schools that serve different types of communities and student
populations also has merit. After receiving this type of training, one teacher said she felt prepared to face
any kind of teaching situation.
Unfortunately, some teachers—typically those entering the profession through an alternative pathway—
do not receive any kind of classroom exposure prior to their first teaching assignment. They felt this lack
of preparation placed them and their students at a distinct disadvantage. One commented on how it
was “unfair to students to subject them to teachers who have had no student teaching or internships
before teaching a class.”
Another reason for why teachers do not feel well prepared is a mismatch between the instructional peda-
gogy they were exposed to in their education programs and that practiced in the schools to which they
are assigned. One teacher commented that the range of instructional strategies she learned in her educa-
tion program would have helped her reach her students. However, because the district office had differ-
ent instructional mandates, she had to use strategies that ran contrary to those she had learned during
her pre-service education. 
“Out-of-license” teachers also felt unprepared. A high school teacher assigned to teach a math class dug
out old college texts to try to refresh her math skills since she had received no math preparation during
pre-service training. Several teachers assigned to special education classes said they had no prior special
education instructional experience or background.
Teachers who described themselves as being least prepared were those with no educational preparation,
other than a bachelor’s degree, and no educational training or support. Older teachers entering the pro-
fession as a career change felt they were able to draw upon prior work experiences to help them in their
current teaching roles; most admitted, however, that nothing really sufficiently prepared them for the
unique challenges of being a new teacher.
The level of student ability also influenced the teachers’ sense of preparation. Teachers felt more pre-
pared to teach students who were advanced or at grade level than students who were English language
learners, below grade level in literacy or math, or had other special needs. Some teachers, despite their
inexperience, were asked to teach a wide span of grades, as well as special education classes. These teach-
ers felt they needed a great deal of support, which, unfortunately, they did not receive.
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TEACHING DIVERSE
STUDENT POPULATIONS
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Another factor in the achievement gap is the cultural difference between students and their teachers.
There is considerable research demonstrating that teachers lacking “cultural competence”—a deep
understanding of ethnic groups, learning styles, and cultural differences—have lower academic expecta-
tions and aspirations for students from diverse backgrounds.11 Findings from a US Department of
Education survey on teacher preparation indicate that inexperienced teachers do not feel well prepared
to teach students from diverse cultural backgrounds or students who are English language learners.12
One strategy for improving the quality of teaching for diverse learners is to diversify the teaching
profession:13 The typical teacher is young, white, female, a recent college graduate with limited con-
tact or experience with people of other races or cultures.14 Researchers argue that students are better
served by teachers who share their cultural and social backgrounds, since it is assumed those teachers
will have greater cultural awareness and understanding, higher aspirations for student achievement,
and the ability to provide positive role models.15
Recruiting teachers from diverse backgrounds, however, does not sufficiently address the challenge
of meeting the needs of diverse learners. First, there are not enough teachers of diverse backgrounds
to go around. While the percentage of minority children in schools has increased, the percentage of
minority teachers has not kept pace.16 In addition, the student population has become increasingly
diverse on a variety of levels, making it highly unlikely that any one teacher would have the same
cultural and racial background as the students in the class.
Broad changes in pre-service teacher education programs are needed to produce teachers who are 
effective with a diverse student body. These changes include recruiting teachers who are committed to
multicultural education, integrating diversity throughout the undergraduate curriculum, and providing
clinical experiences that immerse teacher candidates in the communities of their prospective students.17
Because so many teachers begin teaching without the opportunity to develop the skills and knowl-
edge needed to teach diverse students, ongoing professional development in diversity is essential.
Unfortunately, diversity professional development tends to be sporadic and disjointed, and is more
likely to focus on attitude change (cultural awareness) than on skill development.18
A
lthough educational opportunities for minority and low-income stu-
dents have improved over the past 30 years, the achievement gap
has not been closed.8 Understanding diversity and how it affects
teaching and learning is a critical component in reaching this goal. Yet even
with additional resources for multicultural education, most educators are not
aware of the many ways that racial and cultural diversity affects teaching,
learning, and educational outcomes.9 The situation is further compounded by
the placement of uncertified or inexperienced teachers in schools where the
majority of students are minorities from low-income families.10
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How New Teachers Deal with Diversity
Overall, new teachers in the PEN survey held positive attitudes toward cultural diversity. With the
exception of the teachers from West Virginia and Hamilton County/Chattanooga—which have
white student populations of 95 percent and 65 percent, respectively—teachers in the survey work
in school districts where white students are the minority: Washington, DC (4 percent), New York
City (15 percent), and Seattle (43 percent). Those school districts also have large numbers of
English language learners (8 percent, 12 percent, and 14 percent, respectively). 
The teachers—the majority of whom are young (70 percent were age 35 or under) white (78 per-
cent) women (77 percent)—did not consider schools with a predominantly non-white student pop-
ulation to be “diverse,” even when the background of the teaching staff differed from that of the
students. The teachers also had a tendency to view diversity in terms of individual student differ-
ences, and worked on addressing the individual interests, needs, and aptitudes of their students.
Teachers seldom mentioned diversity in terms of social and educational equity, and very few
described students as members of racial, cultural, or linguistic groups that, historically, have been
treated inequitably by the education system. 
Many indicated they felt well prepared to understand the culture and background of their students and
to teach their subject areas in ways that help all students learn. However, the same teachers also said
they felt least prepared to address the needs of English language learners or students with special learn-
ing needs (see 5 Areas New Teachers Feel Least Prepared, page 9), a pattern that held true not only for
teachers in the PEN study, but also for those participating in prior studies as well.19 These findings
indicate a disconnect between the way teachers view culture and the way they view language, raising
the question of whether teachers really understand what it means to teach all children.
Across all sites, teachers felt that socioeconomic diversity—in particular, poverty—and academic diversi-
ty had more of an effect on their teaching and on student learning than did race or culture. They viewed
their lack of preparation in dealing with English language learners and special-needs students in terms of
academic diversity, but did not link academic diversity to race or culture. 
The level of awareness among teachers of how their racial and cultural backgrounds might affect
their teaching and their relationships with students varied significantly. Most teachers did not men-
tion the issue—even those describing their student population as predominantly African American
and the teaching staff as predominantly white—while others were very conscious of how the
nuances of cultural difference affected their teaching. 
“ I don’t think we have any students who aren’t white. I wouldn’t know 
if I knew how to teach diverse students—I never had them.”
Some teachers said they felt more comfortable with their students if they shared the same race/cul-
ture and lived in the same community, and acknowledged that they may not have the necessary
preparation to teach children of other races or cultures. 
Teachers also felt it was important for schools to make a greater effort to recruit teaching staff that
reflected the student body. They felt that white teachers had to work harder to establish trusting
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relationships with students of color and that non-white teachers seemed to be able to develop “posi-
tive” and “different” connections with students of color.
Teachers with greater diversity awareness felt it was important for all teachers to spend time learning
how to relate to students of various racial and cultural backgrounds. They felt teachers need to be more
proactive and self-reflective in obtaining a better understanding of how their background and experi-
ences might affect their teaching. Since good student-teacher relationships are a key to academic success,
teachers felt they should have the opportunity to learn about their students and to work in the commu-
nity before they entered into formal teacher-student relationships. Interestingly, these teacher perspec-
tives are supported by research on the integral components of teacher diversity preparation.20
Diversity Preparation
Teachers felt their formal pre-service training did little to prepare them for teaching a diverse stu-
dent population. Typically, discussion about diversity was the extent of their training. 
Teachers felt the best pre-service preparation was student teaching in schools with racially and culturally
diverse student populations. In the absence of formal training, they drew upon personal life experiences.
Some teachers had traveled extensively; some had lived and taught overseas. Older teachers either had
previous job experience working with children of similar backgrounds or felt their accumulated life
experiences prepared them for understanding and relating to all kinds of students. Similarly, teachers
growing up in urban areas among different races and cultures felt this background contributed to their
understanding of and preparation for working with diverse student populations.
Most teachers said they learned about teaching diverse student populations on the job. Some famil-
iarized themselves with the backgrounds of their students by doing research on specific cultures or
reading about teaching in diverse settings. Once they felt they had an understanding of their stu-
dents’ backgrounds, interests, needs, and aptitudes, they then tried to figure out how to differentiate
the curriculum to meet the needs of individual students. They relied mainly on trial and error, and
received little structured assistance to achieve this goal.
Diversity Support
According to the survey findings, about a third (32 percent) of the new teachers did not think their
induction programs had any impact when it came to teaching a diverse student population; more
than half (55 percent) felt the program had no impact on teaching English language learners.
During the interviews, the teachers said they had few professional development opportunities and
limited support for teaching diverse learners. Diversity workshops were the most common form of
professional development. In Seattle, diversity workshops are a standard component of the induc-
tion process for new teachers. While teachers generally held a positive view of the workshops, most
felt they did not offer much in the way of actual classroom practice. Some teachers said their men-
tors helped them translate what they learned in the workshops into classroom practice. Mentors,
peers, and administrators sometimes shared personal knowledge of individual students and their
backgrounds, and new teachers found this to be useful. 
Teachers felt that addressing diversity should be a goal of the entire school, not something left up to
individual teachers. The extent to which a focus on diversity was part of the school culture either sup-
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ported or impaired teacher efforts to address diversity in the classroom. Teachers pointed to aspects of
school culture—low expectations of students of color and of those from poor families—that reinforce
the cycle of poverty by asking less of certain students. School policies that labeled, separated, and
tracked students with special needs, or those having learning problems, were seen as running counter 
to the efforts of individual teachers to promote effective teaching in their classrooms. 
Teachers also felt the lack of discussion on race and culture among teachers made it more difficult to
have those kinds of discussions in the classroom. Encouraging such discussions can help educators
become more effective in teaching diverse students. However, since these discussions are considered
“taboo” and difficult, school leaders need to create a safe environment in which discussions of this
nature can take place.21
Teachers in the survey said that educators in their schools tend to avoid discussion about race, class,
and culture—pretending either that the differences do not exist or that they are not important.
They felt having specific guidelines or protocols would help facilitate discussion on these topics
among teaching staff and within classrooms. 
“ Issues around race and class are openly discussed and are part of an 
ongoing dialogue among teachers. I try not to avoid conversations 
about diversity, but to encourage them. Also, the school has well-
known guidelines for classroom discussion and that makes it easier.”
In schools where diversity issues are not acknowledged, teachers may have to become advocates for
change. One teacher described a situation where a high school student asked for help in creating a
group for lesbian, gay, and bisexual students. Initially, the administration would not allow the stu-
dents to have a club focused exclusively on sexual orientation. Eventually, it granted permission for 
a club called “Diversity Counts,” which focuses on all kinds of student diversity to include sexual
orientation. The teacher serves as the club’s faculty advisor.
The Challenge of Academic Diversity 
Overall, teachers said that academic diversity—great variations in academic skill levels and learning
styles—posed a far greater challenge than race or cultural diversity.
Teachers felt particularly challenged in teaching students with special needs, and gave several reasons.
The first was lack of preparation. It was not unusual for new teachers assigned to a special education
class to have no specialized training. In some cases, teachers with only an undergraduate degree, no prior
teaching experience, and no mentor were given a special education class as their first teaching assign-
ment. Teachers who did participate in pre-service programs felt their special education courses focused
more on policy and law than on how to modify instruction for special-needs children. 
Teachers also described a range of different student needs within a single special education class. In
some schools, teachers were asked to teach a special education population that spanned several grade
levels, which required additional levels of preparation and knowledge.
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“ I was unprepared for teaching a class of gifted students with 
behavioral problems. I did not receive any specific training, so it
has been really difficult. This has been my biggest challenge.” 
Although teaching special education students was challenging, teachers also found it to be a valuable
learning experience. Teachers that had experience in special education felt they were able to draw
upon that experience to teach academically diverse learners in general education classes.
Academic Diversity Support 
Teachers struggled to meet the needs of diverse learners. While most felt they made progress as the year
progressed, they also voiced frustration at the lack of instructional supports available to them. One
teacher commented that half her class was bilingual and required an instructional assistant, but the assis-
tant was frequently pulled out of the classroom to chaperone field trips and do other things. Another
teacher felt she was not given adequate time or materials to teach effectively; she wanted fewer students,
more classroom support, and less paperwork.
For the most part, teachers were left on their own to address academic diversity. Using trial and error,
they introduced techniques they hoped would be effective and then evaluated how well the techniques
worked with individual students. Observing and/or working with other teachers was another strategy
new teachers employed. Several teachers found that the best way to address student differences was to
find out as much about the students as possible and use this information as the basis for instruction.
For the most part, teachers had to come up with their own strategies for developing, implementing,
and assessing what instructional strategies were effective with different types of learners. They felt
hands-on instructional approaches worked with an array of learning styles. A technology teacher 
felt she was able to reach a diverse student population, because technology is a great medium for
instruction and holds a high degree of interest for students, particularly those who do not have
access to computers at home. 
NEW TEACHERS SPEAK OUT ON TEACHING DIVERSE STUDENTS
 Get to know each student individually. A good relationship is key to student and teacher success,
and is based on open communication, trust, and respect. 
 Learn about the racial and cultural backgrounds of your students, and get to know their parents.
 Learn about yourself and your own background. Ask yourself how your own background may affect
your teaching style and your relationship with students. 
 Create an environment where students can have safe dialogues on diversity, including race, cul-
ture, class, and sexual orientation.
 Help foster a school environment where staff members can have open discussions on race, cul-
ture, class, and other aspects of diversity.
 Identify and use tools to facilitate discussion around diversity, including facilitation protocols,
ground rules for discussion, and contracts. Promote the use of these tools consistently throughout
the school community. 
 Master a variety of instructional strategies to reach students with different interests and strengths.
KEEPING TEACHERS
TEACHING
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While estimates of new teacher attrition vary, the numbers speak to the difficulty new teachers face
during the first few years of teaching. Research shows that after one year, 11 percent leave; after two
years, 21 percent quit; and after five years, 39 percent quit teaching.25 Teacher attrition rates then
remain very low during the mid-career period and rise again as teachers approach retirement age.26
Researchers have attempted to identify the factors that cause teachers to leave a profession to which
they were initially so strongly attracted. Various studies have shown that working conditions, more
so than anything else, are the primary source of teacher dissatisfaction and play a large role in the
decision to leave the profession.27 Stressful working conditions, notably large class size, inadequate
instructional materials, and endless paperwork—coupled with a lack of support from administra-
tors, a lack of respect from the public, and a relatively low salary—are the primary reasons why
teachers give up on teaching.
Teacher Satisfaction
Overall, new teachers indicated a high degree of satisfaction with their work. Asked if they were
given the opportunity to do it all over again, despite everything they now know, 82 percent said
they would choose the profession again. Most (64 percent) also said they would choose the same
pathway into the profession. This satisfaction can be attributed to a sense of efficacy. The vast
majority (90 percent) of teachers said they were confident they were making a difference in the lives
of their students, and 86 percent felt that, if they kept trying, they could reach all their students.
Many (77 percent) were confident of their ability to teach all their students to high levels. 
Teachers rated their pre-service preparation, support from mentors and peers, control over instruc-
tional decisions, and access to adequate instructional materials as having the most influence on their
ability to teach effectively. 
While most teachers said they planned to stay in the profession, approximately 20 percent said they
were considering leaving and cited salary, insufficient resources and materials, and the difficult and
draining nature of the work as factors influencing this decision. They felt that these factors, along
M
ost teachers are drawn to the profession by a strong desire to
teach. They go into teaching aware of the demands of the job 
and the salary levels they can expect. Once in the profession, new
teachers feel a tremendous sense of fulfillment and job satisfaction, much
more so than college graduates of the same age working in other jobs.22
Despite this, teachers leave their chosen profession at higher rates than
professionals in many other fields do.23 By some estimates, 40 to 50 per-
cent of new teachers leave after five years on the job.24
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with unmanageable class size and poor physical classroom conditions, had a negative impact on
their ability to teach effectively. 
Conversations among teachers about their beginning years in the classroom mirrored the results of
the PEN survey findings as well as those of the national surveys. Teachers used words like arduous,
confusing, chaotic, and overwhelming to describe their first-year experiences. Young teachers, as well
as older teachers entering the profession from other careers, described teaching as one of the most
difficult jobs they ever had. 
Despite these challenges, the teachers demonstrated a great deal of commitment, resourcefulness,
and determination to educate their students. They were proud of the progress they had made in
terms of their own personal and professional growth, and what they had accomplished with their
students. It is not teaching per se but the conditions in which they are forced to teach that are at 
the root of teacher dissatisfaction.
Inadequate Resources 
The physical condition of schools and the quality of instructional resources made a tremendous dif-
ference in the sense of efficacy that teachers felt. Some teachers described how inadequate classroom
space impaired their instruction. Without a classroom to call their own, they were required to trans-
fer instructional materials from one classroom to another. As a result, they lost time that could have
been used for preparation, they were not able to display student work, and they found it difficult to
establish classroom routines.
Large class size was continually raised as a source of dissatisfaction. Teachers with smaller classes felt
they could focus more on individual students and have more contact with parents, which was not
the case for teachers responsible for large numbers (30 or more) of students. If students had a wide
range of needs and abilities, large class size made it that much more difficult for teachers to address
individual needs, which, in turn, left them feeling frustrated and discouraged and questioning their
choice of career.
NEW TEACHERS SPEAK OUT ON TEACHING EFFICACY
TOP 5 POSITIVE INFLUENCES TOP 5 NEGATIVE INFLUENCES
Informal, self-initiated support from teachers Lack of resources and materials
Available resources and materials Difficult, draining nature of the work, 
plus not enough time to do it
Skills and knowledge acquired through Class size
pre-service programs
Degree of autonomy in developing Classroom conditions
curriculum and instruction
Mentoring and peer support provided Salary
by the school/district
20
In addition to the time needed to plan and prepare for instruction, teachers felt overwhelmed by the
amount of paperwork they were required to complete. In some cases, they were provided with very
little support to complete critical documents such as student report cards and instruction educational
plans. Teachers were also expected to take on non-teaching responsibilities and oversee extracurricular
activities. While some saw such participation as an opportunity to become closer to their students,
and to their fellow teachers, others saw it as a drain on their time.
“ No new teacher should ever be on any major committees. Teaching by 
itself is hard enough the first year.”
Culture Is Critical 
School culture makes a dramatic difference to new teachers. Being part of a professional environ-
ment in which teachers have high expectations for students, take personal responsibility for teaching
them effectively, and have a commitment to improving their own teaching practices is a critical ele-
ment in whether teachers feel supported and satisfied. Teachers spoke of the emotional and profes-
sional support provided by colleagues, administrators, and building staff. 
Nonetheless, most respondents felt varying degrees of isolation at their schools. Some did not feel
welcomed at the school, feeling, as one teacher put it, “like I was in enemy territory.” Others felt
learning how to navigate the social infrastructure, with all its cliques, was also a barrier. 
Even teachers who described their schools as collaborative and supportive often felt they were on
their own, and that the burden was on them to seek out colleagues or school administrators for
help. One common refrain: Unless you were proactive about getting help, you were not likely to get
any. Some teachers were too overwhelmed to ask for help; others were reluctant to approach more
experienced peers, feeling they already had too much to do.
NEW TEACHERS LIST MOST PRESSING WORKPLACE CONDITIONS
 Large classes 
 Insufficient classroom space or no assigned classroom
 Lack of basic resources and materials such as books, textbooks, and supplies, or not knowing
what resources were available 
 Lack of a strong professional community; schools with cultures that encourage low standards
among teachers and reinforce negative stereotypes of the teaching profession
 Weak or ineffective leadership
 Discipline issues, particularly the absence of clear discipline policies at the school or district level
 Not knowing what to expect; having to learn things the hard way
LEADERSHIP MATTERS
22
New teachers also commended principals who were instructional leaders, and those who encouraged
them to participate in professional development opportunities and get involved in the school com-
munity. Since new teachers often feel overwhelmed, they are not always sure what opportunities are
available to them, how to allocate their time, or how they will be perceived if they participate in cer-
tain activities. Having guidance and support from the principal made these decisions much easier
and gave teachers evidence that the principals cared about their professional development.
“ My principal acted as a catalyst. She propelled me into all kinds of 
professional development workshops and school programs, but never 
said I had to do them.”
Teachers greatly appreciated being observed in the classroom by their principals. Despite how anxiety
producing this could be, teachers felt getting direct feedback and guidance was critical to their growth.
The only complaints teachers had regarding observations was that there were not enough of them and
that the principal was too gentle in critiquing them, thus limiting the usefulness of the observation.
“ My principal came in very unobtrusively and watched and made 
notes. He gave me pointers and reinforced things that I was doing that
were successful.”
Support from principals for disciplinary decisions was another important factor in job satisfaction.
Inevitably, situations concerning student discipline, some involving parents, are brought to the
attention of the principal. New teachers were highly gratified, and sometimes surprised, when the
principal publicly supported their decisions. 
P
rincipals can make or break a new teacher. New teachers working 
in schools run by principals they describe as effective and competent
had a much easier transition into teaching. Teachers listed several
attributes and behaviors of principals and other school administrators that
made a difference in their introduction to teaching. The first was accessibility:
Teachers gave high marks to principals who made it easy for them to ask
questions and discuss problems, and those that provided them with assis-
tance, guidance, and solutions. Some teachers said their principals were
careful to give new teachers more time than they gave more experienced staff.
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Principals Fall Short
More often than not, however, teachers found that principals fell short in giving them support.
Some teachers said they had little contact with their principals. They described principals who were
not instructional leaders and did little to bring teachers together to work with one another. Some
teachers said their principals directly contributed to tensions in the teaching staff. 
Teachers also felt that principals, as well as other administrators, did not spend enough time in class-
room observation and in providing feedback. Some teachers had not received any direct observation
from a principal. Also, principals were not always helpful in giving teachers guidance. Some would
criticize teachers and tell them what they did wrong, but not offer any advice on what they should
be doing or show them how to do it.
“ Never once did my principal come up to me and say ‘I liked how you 
handled that’ or ‘You’re doing a good job’…there was no support, or 
reprimand, from the principal.”
Principals who were ineffective building managers, and those who lacked organization and planning
skills, also created stress for new teachers. Some teachers had difficulty dealing with school schedules
and procedures. In some schools, schedules often changed without prior notice or explanation, dis-
rupting instructional plans. In others, principals did not have the curriculum or instructional mate-
rials available for new teachers when the school year started. This is a particularly critical issue for
new teachers who, typically, have not had the opportunity to accumulate resources and materials. 
“ The chaos created by the administration made me want to give up 
on teaching. This was extremely out of character for me, because I 
have always enjoyed teaching.”
INDUCTION PROGRAMS
26
Induction programs serve as an acculturation process for new teachers. From the first day, teachers
are introduced to the professional values and culture of the school. The induction program is a way
for schools to establish high standards for teaching and develop a professional culture among staff.
Over the last 10 years, states and districts have recognized the importance of induction programs in
retaining teachers. There has been an increase in mandated induction programs and more attention
paid to what types of programs work best. According to Education Week’s national survey of public
education, 27 states have induction programs for new teachers, though the policies, funding, and
mandates vary by state.28 Only 16 states mandate and finance induction programs for all new teachers. 
State mandates, however, do not necessarily guarantee that new teachers will receive an induction
program since individual districts and schools determine how state policies are interpreted and
implemented. However, since districts are more likely to adopt induction programs in states with
comprehensive policies requiring new teacher support, these state mandates are important.29
Induction Program Elements 
Induction refers to activities that support new teachers, helping them to improve their teaching
skills and become part of the school community. 
Good induction programs are comprehensive, last several years, and meet the changing needs of
teachers. They offer teachers individual support through mentoring relationships and provide them
with opportunities to work with their peers and with more experienced teachers. Researchers have
identified the following components of effective induction program practices:30
 Integral to school/district long-term planning for improving teaching and learning, aligned
with the instructional philosophy of the school, and establishes professional norms and expec-
tations for all teachers
 Aligned with professional standards as well as state and local student learning standards 
 A strong institutional commitment, as evidenced by state and local mandates, and strong
administrator support and involvement
M
any districts and schools have developed induction programs 
to prepare new teachers for the classroom and to combat high
attrition rates. Induction programs are a structured series of 
professional development activities provided to new teachers during their
first three years of teaching. These activities are designed to replace the 
historical “sink or swim” induction experience of new teachers with one
that is focused on promoting their professional growth and integrating
them more effectively into the school community.
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 Participation by all new teachers, whether entering the profession from traditional or alterna-
tive pathways
 Input from beginning and veteran teachers on program design and structure
 Adequate time and resources for implementation
 Reduced workloads, release time, and placement in classes with less, rather than more,
demanding students
 Quality mentoring, with careful selection, training, and ongoing support for mentors
 Ongoing assessment to determine whether the program is having its desired impact
 Begins prior to, extends throughout, and continues beyond the new teacher’s first year of teaching
While many new teachers participate in orientation workshops, they are less likely to participate 
in a comprehensive induction program. According to a 1998 survey by the US Department of
Education, only about 50 percent of all teachers nationwide participated in an induction program
that went beyond a school orientation.31
PEN Survey Findings on Induction 
The five LEFs that participated in The Voice of the New Teacher research project are located in school
districts that have induction policies. These policies differed in terms of formality, breadth, and
implementation as well as eligibility, funding, and activities. Therefore, teachers reported very differ-
ent induction experiences. In addition, individual schools had an impact on teacher induction, so
teachers within a given school district also reported different induction experiences in terms of access
to and quality of the support they received. 
The survey asked teachers about the type of support they received during their first year of teaching.
Each district offered new teachers district-based and on-site induction activities, plus all districts provid-
ed a mentoring component. Some districts provided a comprehensive teacher orientation prior to the
Poor/not at all
Plan instruction with colleagues
Create collaborative classroom
Teach all students to high standards
Understand student culture/background
Understand student development
Address special learning needs
Assume leadership
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NEW TEACHERS RATE IMPACT OF INDUCTION PROGRAMS
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beginning of the school year, as well as meetings for all new teachers throughout the school year. The
teachers also participated in a variety of professional development opportunities offered by their individ-
ual schools and districts. Some activities specifically targeted new teachers; others were offered to teach-
ers of varied experience levels in specific subject areas, grade levels, or instructional programs.
While the majority of teachers reported that they received support during the first year, many did not
have access to some of the key components of a quality induction process. For example, although all 
districts had a mentoring program, about a third (33 percent) of the teachers were not assigned a men-
tor during their first year of teaching. Many teachers (27 percent) reported that they did not regularly
collaborate with other teachers, nor did they visit the classrooms of more experienced teachers to observe
their instruction (36 percent); 46 percent said they did not have regular contact with their principals.
“ They pointed me to an office since I don’t have a classroom. After that, 
I felt like I was just wandering around.”
Teachers were also asked about the professional development topics covered during their induction
period and how useful they found this information. The most common topic was educational tech-
nology; 80 percent of the teachers had participated in a professional development program on this
topic. Professional development relating to new standards was also very common, with 78 percent
participating in programs on standards. Although the overwhelming majority of the new teachers
taught at the high school or middle school level, only 60 percent said their professional development
focused on in-depth study of content areas. In addition, professional development programs were
least likely to address the learning needs of English language learners; less than half (44 percent) of
the teachers participated in professional development on this topic.
In general, teachers seemed to value the professional development they received. They were eager to
obtain any kind of help or information that would get them through their first years and improve
their teaching. Teachers specifically commented that new teacher orientation sessions were helpful if
NEW TEACHERS SPEAK OUT ON INDUCTION PROGRAMS 
 Start the induction process with a comprehensive orientation before the school year begins.
 Provide clear, comprehensive information on the school system and on building-level policies and
procedures.
 Include a well-structured, high-quality mentoring program for all new teachers.
 Provide support in time management, classroom management, and instructional organization.
 Provide ongoing support in curriculum and instruction. 
 Establish new teacher networks.
 Establish ongoing on-site opportunities for new teachers to obtain support from experienced teachers.
 Establish common meeting times for teachers in similar grades or disciplines to plan and reflect.
 Provide opportunities for teachers to observe and be observed by experienced teachers.
 Give new teachers more contact with school administrators.
 Give teachers adequate time to participate in on- and off-site induction activities.
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they were offered prior to the beginning of the school year. If the sessions were offered during the
first week of school, teachers often felt conflicted about attending. Although they thought the orien-
tation was important, they felt it was more important to be in school given that so much is happen-
ing during that first week. 
Both the Seattle and West Virginia school districts offered at least one day of orientation prior to 
the beginning of the school year, and these orientations were well regarded by the teachers. New
teacher support and networking groups were also appreciated. In Washington, DC, Teach for
America and DC Teaching Fellows organized new teachers into cohorts and provided them with
ongoing support through this cohort structure. 
In addition to activities specific to induction, teachers also participated in schoolwide professional
development activities. The teachers valued these opportunities to work collaboratively with their
colleagues, especially with more experienced teachers. In Chattanooga, new teachers participating in
the Critical Friends protocol32 felt this process was one of the most effective induction activities.
Teachers preferred on-site professional development since the convenience made it much more likely
that they would participate. In New York City, new teachers appreciated the early morning or
“lunch-and-learn” sessions offered by the union’s Teacher Centers.33
INDUCTION PROGRAMS CITED BY NEW TEACHERS
The Seattle Public Schools Staff Training Assistance and Review (STAR) program provides every newly
hired teacher with a mentor screened and selected by a review panel. The district also holds a four-
day new teacher orientation in August, prior to the beginning of the school year. New teachers can
also attend the New Teacher Academy, which meets monthly throughout the year.
West Virginia supports all new teachers through its Beginning Teacher Educator Internship program. A
professional support team—comprising the school principal, a professional development staff member
from the county, and an on-site mentor—leads the induction process. The county also offers a one- or
two-day new teacher orientation program prior to the beginning of the school year. In some areas,
new teachers attend the orientation with their mentors. The mentor—who is given release time and a
stipend—meets with the new teacher weekly for the first half of the school year and biweekly during
the second half. 
District On-Site Other Not Offered
Regular collaboration with other teachers
Formal mentoring relationship
Visits to other classrooms
Meetings with principal to
discuss instruction
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SUPPORT AVAILABLE TO NEW TEACHERS
30
Teachers cited a number of problems with off-site professional development. They had to ask for 
substitute coverage, which was not always available. They were reluctant to attend weekend or after-
school sessions due to conflicting obligations. In some schools, the instructional philosophy embodied
in the sessions differed from that of the district. Some teachers felt that the quality of the workshops 
did not warrant leaving the classroom. The district workshops were most appreciated by those teachers
who did not have a peer group in their content area at their schools; they used the workshops to 
establish a peer network.
While the majority of teachers felt induction did have a positive impact on their instructional practice,
there is clearly room for improvement. Almost a third felt their induction processes had no impact on
key instructional areas, especially when it came to addressing the needs of English language learners and
students with specific learning needs (see New Teachers Speak Out on Induction Programs, page 27). 
Across the five PEN sites, teachers voiced similar views on what they wanted from their induction
programs and what they would do to change them. More collaboration and contact with peers was 
a priority. Teachers felt they needed more time with veteran teachers, either in a mentoring relation-
ship or in a collaborative planning situation. They specifically wanted opportunities to observe good
instruction as well as the chance to be observed and obtain feedback. They also wanted to share
experiences with other new teachers. Teachers felt that opportunities to collaborate, plan, and reflect
with peers were extremely limited and greatly needed. The biggest barrier: not enough time built
into the schedule to take advantage of the expertise available in their schools. 
Another area where teachers felt their induction programs fell short was in providing adequate infor-
mation about schools and about school systems. Teachers felt they had to spend a great deal of time
figuring out the basics, which took time away from their students and instruction. They wanted
general information to be disseminated to new teachers at the beginning of the school year.
“ I was all over the place, without much direction. I never knew what 
people really wanted me to do. I just kept going in all directions and 
getting information from all kinds of places....”
NEW TEACHERS TOP 10 WISH LIST
1. A new teacher handbook
2. A copy of the state and local instructional standards for their subject and grade level
3. A statement of their school’s philosophy, goals, and values
4. A student handbook
5. A school discipline policy
6. A sample student report card
7. Forms and instructions for ordering books and supplies
8. An organizational chart describing school and district staff and related roles
9. A checklist, designed by veteran teachers, to help them know what to expect on their first day
10. A list of cultural and educational resources available in the community
MENTORS
32
Mentoring has become such a common induction strategy that the terms mentoring and induction
are often used interchangeably. Although the value of mentoring is indisputable, the effectiveness of
stand-alone “mentoring as induction” programs has been called into question. 
Induction is a group process, and effective induction involves the larger school community. Effective
induction programs have mentoring as a core component, not an exclusive one—especially since
mentoring typically does not continue beyond the first year of teaching. By contrast, induction 
continues, with or without a formal program, over the first several years of teaching. 
Recently, more attention has been given to identifying those elements that make a mentoring pro-
gram effective: adequate time for mentors and new teachers to work together; clear expectations and
agreements between mentors and new teachers; careful selection and matching of mentors to pro-
tégés; and preparation and support for teachers taking on a mentoring role, which typically requires
new skills and knowledge.36
The amount of time new teachers and mentors spend together directly affects the effectiveness of the
mentoring process. According to the National Center for Education Statistics, only 36 percent of
teachers who worked with mentors “a few times a year” reported that the experience substantially
improved their instructional skills. However, 88 percent of those who met with their mentors once 
a week felt the experience substantially improved their instruction.37
The mentor selection process is another key element; being a good teacher doesn’t necessarily trans-
late into being a good mentor. Mentors need good interpersonal skills, knowledge of how the school
and the school system operate, and credibility with teachers and administrators. Ideally, they should
also have the same subject-area expertise as that of the teachers they mentor and be given ample
opportunities to observe and discuss instructional strategies and approaches.38 Instead, mentors are
typically assigned based on availability, rather than on compatibility of subject-area expertise with
their protégés or experience in mentoring. This practice of random assignment is exacerbated in dis-
tricts where there is a high demand for mentors and a shortage of experienced teachers. One promis-
ing alternative is to spread mentoring responsibilities among a group of teachers, with each teacher
focused on a specific area of support.
N
ew teachers see mentors as the most important element of the
induction process. By working directly with experienced teachers,
novice teachers gain an individualized learning experience tailored
to their specific needs and professional development goals. Mentoring is
one of the most common forms of induction, and is a component of the
induction policies of almost every state.34 Irrespective of state policies, the
vast majority of districts with induction programs provide one-on-one
mentoring to new teachers.35
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PEN Survey Findings on Mentoring
Mentoring programs were available in all of the school districts covered by the PEN survey. However,
only 67 percent of the teachers surveyed said they participated in a formal mentoring relationship
during their first year of teaching. Mentor policies varied by district. In West Virginia, all new teach-
ers were supposed to be assigned a mentor during their first year, even those who had extensive stu-
dent teaching experience and those who had been full-time substitute teachers for more than a year.
By contrast, only the most inexperienced teachers were assigned a mentor in New York City. 
The majority of mentors are experienced teachers working at the same school as the teachers they men-
tor. Some teachers, however, are assigned mentors from outside their schools. During the interviews,
teachers commented that having a mentor on site was ideal because that person had an in-depth under-
standing of the school. Others felt that requiring teachers to be from the same school limited the pool of
mentors. In West Virginia, for example, teachers were concerned that proximity might lead mentors to
be less objective and candid in their feedback, particularly in rural parts of West Virginia, where teachers
and mentors are often part of the same social and community networks.
Teachers generally felt having a mentor was worthwhile and that mentors provided them with a
great deal of support, especially in terms of “survival” skills. They felt their mentors guided them
through the unfamiliar terrains of classroom and school, helped them navigate the school system,
and served as a sounding board for their many questions—support they greatly appreciated. In some
instances, mentors advocated on behalf of their protégés to resolve problems with school administra-
tors or other teachers.
MENTORING POLICIES IN 5 SCHOOL DISTRICTS
 Chattanooga, part of the Hamilton County School District, offers a mentoring program to all new
teachers. According to state mandate, every new teacher is assigned two mentors. However, the
mentoring program has a limited budget, and only a small number of mentors trained by the state
receive a stipend. New teachers entering the profession through alternative certification programs
pay for their own mentors during the school year and are then reimbursed by the US Department
of Education if funds are available. 
 New York City’s Mentor Teacher Intern Program targets uncertified teachers who do not have 
sufficient education credits and student teaching experience. Teachers in the program receive one
year of mentoring.
 New teachers in the Seattle Public Schools are assigned mentors for at least one year through the
Staff Training Assistance and Review (STAR) program. 
 Washington, DC, provides new teachers with mentors through a resident mentoring program. Mentors
must have at least five years of experience and have received the highest teacher evaluation rating for
two years in a row. Mentors work in the same school as the teachers they are mentoring. 
 In West Virginia’s Beginning Teacher Educator Internship program, every new teacher gets support
from a team that includes a mentor who conducts weekly observations during the first semester 
of teaching. Mentors come from the same school as the new teacher.
34
“ My mentor was a consummate professional...she was really invested in 
having new teachers become better teachers.”
Most teachers felt they benefited from having a mentor. Some mentors provided support and assis-
tance with classroom management, and with organization and planning. Still, many teachers did not
feel having a mentor helped them improve their instructional knowledge or skills, primarily because
their mentors did not have the requisite subject knowledge or grade-level background to provide
them with this type of assistance. It was the exception, rather than the rule, to receive specific feed-
back on how to improve their teaching. 
Retired teachers
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Master teachers without teaching 
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None 52%
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26%
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1%
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NEW TEACHERS RATE MENTORING IMPACT
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Teachers felt several issues limited the effectiveness of mentoring programs. A main concern, cited
by teachers across all five sites, was that mentors did not meet with them regularly or observe them
teaching—problems the teachers attributed to the heavy workload of their mentors or to lack of
organization in the mentoring program. Even in West Virginia, where state policy requires mentors
to meet with teachers weekly, some teachers did not see their mentors more than once or twice a
semester. Teachers described a great deal of disorganization in some programs. Some teachers said
they were not officially informed whether they had been assigned a mentor or who that person was.
Sometimes the identity of the mentor was not revealed until halfway through the school year. 
“ I wanted and needed specific feedback and criticism, which my 
mentor was unable to provide.”
Teachers also felt that mentors were not adequately prepared. Some mentors could not articulate
their role; some did not have a plan for how they would work with the teacher during the school
year. In addition, it was not always clear to the new teachers if their mentors would be formally eval-
uating their performance; teachers described mentors “dropping by” from time to time or “sticking
his head in the door.” One teacher had three different mentors during the school year; none estab-
lished any regular contact with her. 
Another issue that negatively impacted mentoring relationships was the lack of compatible subject-
area or grade-level expertise between mentor and protégé. While mentors were helpful in terms of
discipline or “showing them the ropes,” they could not help their protégés with instruction. Urban
and rural schools tend to have a limited number of mentors for new teachers, making it difficult to
match new teachers and mentors by subject area. Mentors are often selected simply because they are
available, not because they are necessarily the best people to be working with new teachers. 
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NEW TEACHERS RATE MENTORING & INDUCTION SUPPORT
36
Another concern was timing: Teachers felt they were not always assigned a mentor when they most
needed one. In several districts, teacher vacancies are filled by long-term substitutes—teachers enter-
ing the profession without a permanent assignment. In the school districts covered by this survey,
long-term substitutes are not eligible for mentors, even though they may be in their first year of
teaching. Some districts even preclude long-term substitutes from having mentors once they move
into permanent positions because they are then considered to be experienced. In West Virginia,
teachers may be assigned a mentor after working as a long-term substitute for a year or more. But,
as the teachers there point out, the need for mentoring is not as pressing at that point. Districts
employing long-term substitutes need to look at their mentoring policies and determine the impact
on this segment of the teacher population. 
Despite the limitations of the mentoring they received, teachers felt mentoring held the greatest
potential for providing the assistance and support they needed in their first years. When compared
to other induction experiences, teachers said mentoring had a significant impact. They gave a list of
recommendations for improving mentoring programs; not surprisingly, their recommendations are
consistent with what research has determined to be effective practice.
NEW TEACHERS SPEAK OUT ON MENTORING PROGRAMS
 Assign mentors to all first-year teachers.
 Choose experienced teachers as mentors and match them to new teachers according to subject-
area and grade-level expertise.
 Carefully select mentors; do not assign or force teachers into the mentor role. 
 Give mentors ongoing training and support to help them articulate expectations for teachers and
plan how they work together.
 Have mentors first meet with new teachers before the school year begins. 
 Build sufficient meeting time into the schedules of new teachers and their mentors. 
 Limit the teacher caseload, teaching assignments, and administrative responsibilities of mentors to
give them sufficient time with new teachers.
 Give new teachers opportunities to observe and be observed by their mentors.
 Provide mentoring to long-term substitutes. Assess how mentoring policies impact individuals wait-
ing to be assigned to permanent positions.
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APPENDIX A: Research Methodology
In spring 2002, PEN and five participating local education funds came together to develop a teacher
quality research plan and determine a focus for the initiative, the type of data collection instruments
to be used, and the content of the research instruments employed (see Appendix B for survey and
Appendix C for focus group questions).
Each group had latitude to modify the language of the instruments to reflect the local context, and
each used their existing networks to contact and recruit teachers, though contact methods varied by
site. Some sites sent letters and surveys to all new teachers in the district inviting them to partici-
pate. One site posted the survey on its website and teachers completed it online. 
The study targeted teachers at the middle to high school levels in schools with high poverty levels.
All were novice teachers with three or fewer years of teaching experience. Ultimately, 211 teachers
were surveyed and 84 participated in either individual interviews or focus group discussions. The
majority (62 percent) of teachers said they were fully certified and 50 percent had completed a mas-
ter’s degree. Demographically, the majority of teachers were women (77 percent), white (78 per-
cent), and relatively young (70 percent were age 35 or younger). 
Interview findings revealed that the teachers entered the profession in a variety of ways. Some teach-
ers were not certified, and some had no background or experience in education prior to teaching.
Others were recent graduates of undergraduate or graduate education programs. Some were older
individuals who had entered teaching as a career change. Some applied for teaching positions on
their own, while others applied through programs such as Teach for America. 
Certification Status
Provisional
Permanent
Not Certified
p
32%
6%
62%
• 211 teachers surveyed; 84 interviewed
• Equally divided between BA & MA degrees
• A range of pathways into the profession
PEN survey findings
PARTICIPANT OVERVIEW
The Voice of the New Teacher    Public Education Network 41
A
P
P
E
N
D
IC
E
S
APPENDIX B: New Teacher Survey
Section One: Preparation
How well do you feel your teaching education program equipped you to perform the following tasks:
5 4 3 2 1
Very Well Well Adequate Poorly Not at All
1. Teach subject matter concepts, knowledge and skills in ways that help all students achieve high
academic standards.
2. Develop curriculum that builds upon students’ experiences, interests and abilities.
3. Create interdisciplinary curriculum.
4. Relate classroom experience to the real world.
5. Understand how students’ social, emotional, physical, and cognitive development may influence
learning.
6. Understand how students’ family and cultural background may influence learning.
7. Comfort in working with parents and families to create and sustain mutually supportive relations to
support student engagement and achievement.
8. Identify and address special learning needs and or/difficulties.
9. Teach in ways that assure academic achievement of new English language learners.
10. Create and maintain a classroom environment that promotes social development, collaboration and
social responsibility.
11. Develop students’ questioning and discussion skills.
12. Assign work that helps students use their higher-order thinking skills to think critically and solve 
problems.
13. Plan instruction, create curriculum, and solve problems with colleagues.
14. Assume leadership responsibility in your school.
15. Equipped you to teach reading.
16. Equipped you to teach writing.
17. Evaluate curriculum for its usefulness and appropriateness for your students.
18. Use a variety of assessments such as observations, portfolios, tests, student work, parental feedback,
knowledge of student interests to determine student strengths, needs and programs.
How well do you feel your school system’s induction program (the programs and activities offered 
to you before school began and during the first year) equipped you to perform the following tasks:
5 4 3 2 1
Very Well Well Adequate Poorly Not at All
1. Teach subject matter concepts, knowledge and skills in ways that help all students achieve high 
academic standards.
2. Develop curriculum that builds upon students’ experiences, interests and abilities.
3. Create interdisciplinary curriculum.
4. Relate classroom experience to the real world.
5. Understand how students’ social, emotional, physical, and cognitive development may influence
learning.
6. Understand how students’ family and cultural background may influence learning.
7. Comfort in working with parents and families to create and sustain mutually supportive relations to
support student engagement and achievement.
8. Identify and address special learning needs and or/difficulties.
9. Teach in ways that assure academic achievement of new English language learners.
10. Create and maintain a classroom environment that promotes social development, collaboration and
social responsibility.
11. Develop students’ questioning and discussion skills.
12. Assign work that helps students use their higher-order thinking skills to think critically and solve problems.
13. Plan instruction, create curriculum, and solve problems with colleagues.
14. Assume leadership responsibility in your school.
15. Equipped you to teach reading.
16. Equipped you to teach writing.
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17. Evaluate curriculum for its usefulness and appropriateness for your students.
18. Use a variety of assessments such as observations, portfolios, tests, student work, parental feedback,
knowledge of student interests to determine student strengths, needs and programs.
How well do you feel the mentor provided to you by the school system and/or your school site helped you to perform the following tasks:
5 4 3 2 1
Very Well Well Adequate Poorly Not at All
1. Teach subject matter concepts, knowledge and skills in ways that help all students achieve high
academic standards.
2. Develop curriculum that builds upon students’ experiences, interests and abilities.
3. Create interdisciplinary curriculum.
4. Relate classroom experience to the real world.
5. Understand how students’ social, emotional, physical, and cognitive development may influence
learning.
6. Understand how students’ family and cultural background may influence learning.
7. Comfort in working with parent and families to create and sustain mutually supportive relations to
support student engagement and achievement.
8. Identify and address special learning needs and or/difficulties.
9. Teach in ways that assure academic achievement of new English language learners.
10. Create and maintain a classroom environment that promotes social development, collaboration and
social responsibility.
11. Develop students’ questioning and discussion skills.
12. Assign work that helps students use their higher-order thinking skills to think critically and solve 
problems.
13. Plan instruction, create curriculum, and solve problems with colleagues.
14. Assume leadership responsibility in your school.
15. Equipped you to teach reading.
16. Equipped you to teach writing.
17. Evaluate curriculum for its usefulness and appropriateness for your students.
18. Use a variety of assessments such as observations, portfolios, tests, student work, parental feedback,
knowledge of student interests to determine student strengths, needs and programs.
Section Two: Location and Usefulness of Professional Development
Location and Origin of Professional Development Experiences
Please indicate whether the following activities were:
A Designed and offered by the school system as a part of its system wide staff development plan
B  Designed and offered by your district/cluster/area or other sub-set within the larger system as a part of its staff development plan
C   Designed by and delivered as a component of your school site’s professional development plan 
D Was not offered at any of the above
E Other
Circle all that apply.
1. In-depth study of a content area. 
2. Instructional strategies and methods such as questioning strategies, cooperative learning, team 
teaching, etc.
3. Introduction of new curriculum or materials, e.g., Kid Writing, Success for All, etc.
4. Use of educational technology for instruction.
5. Student assessment, e.g., methods of testing, evaluation, use of test data in designing instruction, etc.
6. Classroom management and discipline strategies.
7. Designing and implementing curriculum that meets the needs of individual students.
8. Designing and implementing learning activities for English language learners.
9. Understanding and/or using new standards.
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10. Establishing and maintaining working relationships with parents and families.
11. Regularly scheduled, formal collaboration with other teachers, exclusive of administrative faculty meetings.
12. Regularly scheduled meetings with principal to discuss teaching and learning in your classroom.
13. Intentional review of student work to develop strategies to see that students meet standards.
14. A formal mentoring relationship with an experienced teacher.
15. Visits to other classrooms. 
16. Participation in a book study group.
17. Participation in Critical Friends group.
18. Participation in ongoing study group.
Usefulness of Professional Development Activities
How important was each of these activities to your professional growth as a teacher (Skip item if not applicable.):
5 4 3 2 1
Extremely Important Very Important Important Slightly Important Not Important
1. In-depth study of a content area. 
2. Instructional strategies and methods such as questioning strategies, cooperative learning, team teaching, etc.
3. Introduction of new curriculum or materials, e.g., Kid Writing, Success for All, etc.
4. Use of educational technology for instruction.
5. Student assessment, e.g., methods of testing, evaluation, use of test data in designing instruction, etc.
6. Classroom management and discipline strategies.
7. Designing and implementing curriculum that meets the needs of individual students.
8. Designing and implementing learning activities for English language learners.
9. Understanding and/or using new standards.
10. Establishing and maintaining working relationships with parents and families.
11. Regularly scheduled, formal collaboration with other teachers, exclusive of administrative faculty meetings.
12. Regularly scheduled meetings with principal to discuss teaching and learning in your classroom.
13. Intentional review of student work to develop strategies to see that students meet standards.
14. A formal mentoring relationship with an experienced teacher.
15. Visits to other classrooms. 
16. Participation in a book study group.
17. Participation in Critical Friends group.
18. Participation in ongoing study group. 
Section Three: Personal Views on the Work
Personal Views on Teaching
After a year of teaching please indicate your feelings about the following:
5 4 3 2 1
Strongly Agree Slightly Agree Neutral Slightly Disagree Strongly Disagree
1. If I try hard, I can get through to almost all students.
2. I am confident of my ability to handle most discipline problems that may arise in my classroom.
3. Students fail because they do not apply themselves.
4. My students’ peers have more influence on their motivation and performance than I do.
5. I am confident of my ability to teach all students to high levels.
6. I am confident that I am making a difference in the lives of my students.
7. A lot of my ideas about teaching and learning come from what I learned in my teacher preparation 
program. 
8. A lot of my ideas about teaching come from my own experience as a K-12 student.
9. I am uncertain how to reach and teach some students.
10. I feel confident in my ability to integrate information technology into my students’ experience of learning.
11. Most of students’ performance depends on the home environment; teachers have little influence.
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
A B C D E
A B C D E
A B C D E
A B C D E
A B C D E
A B C D E
A B C D E
A B C D E
A B C D E
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12. My ability to teach effectively has been most POSITIVELY influ-
enced by which of the following (Rank the top three with 1 – being
the most important, 2 – being the second most important, and 3 –
being the third most important):
Resources and materials available to my students and me at my
school
Mentoring and/or peer support provided by the school/district/ or
the larger system
The degree of choice in developing curriculum and instruction
Informal or self-initiated support from peers or a teacher not for-
mally assigned to me
The skills and knowledge I acquired through my pre-service program 
The students assigned to me to teach
Observations by and guidance from my principal
Involvement in study groups or other collaborative work with
other teachers
Condition of my classroom
Condition of the school plant
Size of my classes
A reduced load so that I can plan and prepare for classes
The nurture and cultivation I received to do my job effectively
13. My ability to teach effectively has been most NEGATIVELY influ-
enced by which of the following (Rank the top three with 1 – being
the most important, 2 – being the second most important, and 3 –
being the third most important):
Resources and materials available to my students and me at my
school
Mentoring and/or peer support provided by the school/district/ or
the larger system
The degree of choice in developing curriculum and instruction
Informal or self-initiated support from peers or a teacher not for-
mally assigned to me
The skills and knowledge I acquired through my pre-service program 
The students assigned to me to teach
Observations by and guidance from my principal
Involvement in study groups or other collaborative work with
other teachers
Condition of my classroom
Condition of the school plant
Size of my classes
The work is too difficult and draining, and there is just not
enough time to do it all
I am satisfied with my teaching salary
There are no real advancement opportunities
14. What responsibilities outside your teaching load did you perform?
(Check all that apply)
Coached an athletic team
Served on non-academic school committee (e.g., PTO, United
Way, etc.)
Served on school committee that supports learning, e.g. disci-
pline, school climate, or other such working group
Planning major annual events, e.g., graduation, "field day",
camping trips, etc.
Staff after school programs, tutoring, before school
Serve on school site council, or site leadership committee
Other, please list___________________________________
15. Have you been at the same school for the length of your time
teaching?
Yes
No
16. If you could do it all over again, given what you know now,
would you become a teacher?
Absolutely would become a teacher
Probably would become a teacher
Chances are about even for or against
Probably would not become a teacher
Absolutely would not become a teacher
17. If you had an opportunity to do it all over again, would you
choose the same preparation program or pathway into teaching again?
Definitely would choose the same program or pathway
Probably would choose the same program or pathway
Chances are about even I choose the same program or pathway
Probably would not choose the same program or pathway
Definitely would not choose the same program or pathway
18. How long do you plan to stay in teaching?
As long as I am able
Until something better comes along
I am planning to leave as soon as I can
19. IF you ARE DEFINITELY planning to leave the profession, please
indicate the top three reasons with 1 – being the most important, 2 –
being the second most important, and 3 – being the third most important):
Resources and materials available my students and me at my
school
Mentoring and/or peer support provided by the school/district/ or
the larger system
The degree of choice in developing curriculum and instruction
Informal or self-initiated support from peers or a teacher not for-
mally assigned to me
The skills and knowledge I acquired through my pre-service program 
The students assigned to me to teach
Observations by and guidance from my principal
Involvement in study groups or other collaborative work with
other teachers
Condition of my classroom
Condition of the school plant
Size of my classes
The work is too difficult and draining, and there is just not
enough time to do it all
I need a larger salary
There are no real advancement opportunities
I just don’t like teaching
20. Who was your mentor Check one of the following:
A retired teacher
A more experienced teacher at your site
A master teacher with no teaching responsibility
A central office staff person
A consultant
Other please list________________________________
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1. Gender:
Female
Male
2. Race/Ethnicity:
African-American, Black or Negro (includes African descent)
American Indian or Alaskan Native 
Asian Indian
Bi-racial or multi-racial descent
Chicano, Mexican, or Mexican-American
Cuban
Chinese
Filipino
Guamanian or Chamorro
Japanese
Korean
Latino, Spanish, or Hispanic
Native Hawaiian
Puerto Rican
Samoan
Vietnamese
White 
Other Race/Ethnicity_____________________________
3. Student reaching experience:
Rural
Suburban
Urban
4. Highest degree presently held:
B.A. or B.S.
M.A., M.S., or M.I.T.
Ph.D. or Ed.D
What year did you receive your highest degree?
5. What type of certification do you currently hold?
Provisional credential from your state (same as “emergency 
certification”)
Permanent Certification
Currently not certified
6. How did you obtain your permanent state certification:
I submitted my own transcripts to the State Department of
Education for review and approval.
The college/university I attended submitted my name as having
successfully completed the teacher education program.
7. Please indicate the title of your certification and the subject areas
it specifies:
Pre-K – 6
7 – 12
K to 12 specialty
Other___________________________________
8. Subject or Specialty Area (check all that apply):
Art
Bi-Lingual ED
Business Ed
Early Childhood
ESL/TESL/TSOL
Foreign Languages
Guidance Counselor
Health Education
Home Economics
Language Arts/English    
Librarian/Media Specialist
Mathematics
Middle School
Music
Occupational/Trade
Physical Education
Reading
Sciences (any)
Social Studies/History
Special Education
Do you have a second major/minor field of study, 
if so, what–––––––––––––––––––––––––––––––––––––––?
Other___________________________________________
9. What was the grade level and subject area of your assignment
last year?
Pre-K – 6
7 – 12
K to 12 specialty
Other__________________________
Subject area(s) you taught last year check all that apply:
Art
Bi-Lingual ED
Business Ed
Early Childhood
ESL/TESL/TSOL
Foreign Languages
Guidance Counselor
Health Education
Home Economics
Language Arts/English   
Librarian/Media Specialist
Mathematics
Middle School
Music
Occupational/Trade
Physical Education
Reading
Sciences (any)
Social Studies/History
Special Education
Other________________________
10. Age:
Under 25
25-35
36-45
Over 45
Section Four: Demographic Information
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APPENDIX C: Focus Group Questions
Tell me about your teaching experience this year. Was this your first year of teaching? Where did you
teach, what subject and grade level? 
1. As a new teacher, did you have a mentor?
If yes: Tell me about how that worked for you. Did it meet your expectations? What was the
most valuable part of working with your mentor? How did it affect teaching and learning in
your classroom? Were there ways in which you needed or wanted help to which your mentor
could not respond? Do you have any advice you’d offer to improve the program, given your
experiences?
If no: Were there ways in which you needed or wanted help from a mentor? Do you have any
advice you’d offer, given your experiences?
2. Did you receive any other supports or attend in-service training this year? From whom? In
what areas? Did these supports affect teaching and learning in your classroom? In what ways?
Did the support meet your expectations? Were there additional supports that you would 
have liked to have had? Was there training or support to which you did not have access? 
Why didn’t these supports happen?
3. We’re interested in learning about how the teaching/learning community at your school affect-
ed your experience this year. How would you describe the working environment for you, as a
new teacher? (Probe: being in a small school.)
How easy was it to fit in as a staff member at the school? When you needed help, was it avail-
able? Did colleagues offer assistance or were you pretty much on your own?
4. Given the diverse student population in your schools, we’re interested in learning how effec-
tive you felt in your ability to reach and teach a diverse student population. How well were
you able to reach and teach a diverse student population? Did you feel prepared to address the
diversity of your students?
If yes: What helped you develop that readiness?
If no: Did you take action or seek help to improve your skills during the year (e.g., fellow
teachers, administrators, training session)? Did [specify intervention] help you? How? How
did this affect teaching and learning in your classroom?
5. In summary, thinking back on your first year of teaching, what supports or assistance made a
difference? What was missing? What would you suggest to your district and your principal for
next year?
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APPENDIX D: Using Study Results for Planning and Public Engagement
The five PEN survey sites used the feedback and perspectives of new teachers to increase public
awareness, guide program development, and promote policy change in the area of teacher support. 
Public Awareness and Community Engagement
Several sites have already used, or are currently using, findings from the study to raise public aware-
ness of the issues faced by new teachers. In West Virginia, a summary of the findings was included
in a September 2002 op-ed, “Give New Teachers Needed Support,” published in the Charleston
Daily Mail, in other local papers, and also statewide. In Chattanooga, the Public Education
Foundation presented its research in a series of community engagement forums where participants,
which included students, were charged with answering the question: “What must our community
do to have a high-quality teacher in every classroom?” The forum responses were used to explore
how various supports for new teachers can lead to highly effective teachers. 
District Reform 
LEFs participating in the survey worked closely with their school districts and shared the study
results with them. Typically, the study was reviewed by district personnel responsible for teacher
recruitment, hiring, and support, and particularly by those responsible for induction, mentoring,
and professional development programs for new teachers. In most cases, local teachers unions also
received copies of the findings. In Washington, DC, the study generated several discussions between
DC VOICE and high-ranking officials in the DC public schools. As a result, DC VOICE has been
invited to partner with the school district to create and pilot a new induction program, thus giving
the LEF an opportunity to directly influence induction design. 
State and Local Policies
Some LEFs used the study to push the political agenda and influence state and local education policies.
In West Virginia, the Education Alliance presented the results to three state legislative bodies: the
Legislative Oversight Commission on Educational Accountability, the House Education Committee,
and the Senate Education Committee. DC VOICE prepared briefing packets, which included survey
findings, for voters, candidates, and elected officials. The findings were also presented in budget testi-
mony before the mayor.
Ongoing Research 
The new teacher study was one of several research and data collection efforts undertaken by the par-
ticipating LEFs. At several sites, the findings led to new questions and further interest in obtaining a
broader perspective on teacher quality and teacher support issues. In New York City, New Visions
for Public Schools followed up with focus groups of high school students and interviews with princi-
pals on teacher hiring and support. This information will be used to inform strategies for teacher
recruitment, teacher preparation, student teaching, and support for teachers in new small high
schools in New York City. In Seattle, the Alliance for Education decided to obtain more information
on why teachers leave the district; the study is being used to push for development of an online exit
interview system for teachers. DC VOICE presented its survey to active and retired mentors to get
their perspective on the state of mentoring in DC public schools. As part of the induction process,
DC VOICE will conduct teacher exit interviews to see if conditions are improving.
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Strategic Planning and Coalition Building
The LEFs used the teacher study results to guide ongoing planning and decision making. In Seattle,
the Alliance for Education decided to focus on teacher recruitment and retention. It used the
research, along with the expertise of civic and business leaders, to develop specific action steps such
as seeking financial support for teachers pursuing certification. The alliance is looking for ways to
give teachers $2,500 in tuition assistance in exchange for staying in Seattle public schools for two
years after they complete their professional certification. 
In West Virginia, The Education Alliance shared the survey results with the Benedum
Collaborative—a group of educators and educational agencies working to redesign schools and
teacher education in West Virginia—which is working to take its model of a professional develop-
ment school statewide. The alliance also pointed out that the PEN research grant, though small,
generated an unexpected benefit: Receiving national funding to conduct this research enhanced the
alliance’s credibility with its major funder.
Acknowledgments
PEN thanks the following individuals for their contributions to this report:
Annie Hall, Public Education Foundation
Chattanooga, TN
Brenda Harvey, DC VOICE
Washington, DC
Robert Hughes, New Visions for Public Schools
New York, NY
Hazel Palmer, The Education Alliance
Charleston, WV
Patrick Sexton, Alliance for Education
Seattle, WA
Project Director
William Miles, Public Education Network
Funder
MetLife Foundation
Writer
Josephine Imbimbo
Contributor
Debra Banks, Public Education Network
Editor 
Barbara Lau, Public Education Network
Design
Carter Cosgrove + Company
©2003 Public Education Network
Public Education Network
Public Education Network is a national association of local education funds (LEFs) and
individuals working to advance public school reform in low-income communities across
the country. 
PEN seeks to build public demand and mobilize resources for quality public education for
all children through a national constituency of local education funds and individuals. PEN
believes community engagement is the missing ingredient in school reform, and that the
level of public involvement ultimately determines the quality of education provided by 
public schools.
PEN and its LEF members work to bring the community voice to the debate on quality
public education in 34 states and the District of Columbia. Serving 11 million students 
in 16,700 schools, LEFs are helping their communities adopt action plans for standards
and accountability, schools and community services, and teacher quality.
The Voice of the New Teacher
Beginning teachers share 
opinions and perspectives on their 
first years in the profession.
F U N D E D  BY  A  G R A N T  F R O M  M E T L I F E  F O U N DAT I O N
Recommendations
Teacher Preparation
Advice for Teacher Education Programs
 Prepare every teacher to teach students with special learning needs, English language
learners, and students achieving below grade level. A focus on the skills needed to teach
these students should be integrated throughout the preparation program, to include
coursework and field experiences.
 Prepare teachers to address academic diversity. A focus on heterogeneous instruction—
meeting the needs of students with a broad range of skill levels in the same classroom—
should be an integral part of preparation programs, fieldwork, and in-service professional
development.
 Incorporate opportunities for teachers planning to teach in urban schools to gain experi-
ence working in diverse communities prior to their first teaching assignment.
Working Conditions
Advice for School Systems
 Provide good working conditions. Smaller class sizes; a secure environment; and adequate
facilities, equipment, and materials will attract more teachers to the profession and keep
them there longer.
 Give new teachers a coherent, clearly articulated school program. Administrative responsi-
bilities should be laid out at the beginning of the school year. Changes in the daily school
schedule should be kept to a minimum. 
 Don’t ask teachers to teach courses in which they have neither training nor expertise. 
If there are teacher shortages, give teachers professional support with the subject matter
and the kinds of students they are being assigned to teach.
 Organize the teaching staff in such a way that new teachers can learn from more experi-
enced teachers. 
Induction Programs
Advice for School Systems
 Start the induction process with a comprehensive new teacher orientation before the
school year begins.
 Provide clear, comprehensive information on the school system and on building-level policies
and procedures.
 Include a well-structured, high-quality mentoring program for all new teachers.
 Provide support in time management, classroom management, and instructional 
organization.
 Provide ongoing support in curriculum and instruction. 
 Establish new teacher networks. 
 Establish ongoing on-site opportunities for new teachers to obtain support from experienced
teachers.
 Establish common meeting times for teachers in similar grades or disciplines to plan 
and reflect.
Recommendations
 Provide opportunities for teachers to observe and be observed by experienced teachers.
 Give new teachers more contact with school administrators.
 Give teachers adequate time to participate in on- and off-site induction activities.
Mentoring
Advice for School Systems 
 Assign mentors to all first-year teachers.
 Choose experienced teachers as mentors and match them to new teachers according 
to subject-area and grade-level expertise.
 Carefully select mentors; do not assign or force teachers into the mentor role. 
 Give mentors ongoing training and support to help them articulate expectations for 
teachers and plan how they work together.
 Have mentors first meet with new teachers before the school year begins. 
 Build sufficient meeting time into the schedules of new teachers and their mentors. 
 Limit the teacher caseload, teaching assignments, and administrative responsibilities 
of mentors to give them sufficient time with new teachers.
 Give new teachers opportunities to observe and be observed by their mentors.
 Provide mentoring to long-term substitutes. Assess how mentoring policies impact 
individuals waiting to be assigned to permanent positions.
Teaching Diverse Students
Advice for Teachers
 Get to know each student individually. A good relationship is key to student and teacher
success, and is based on open communication, trust, and respect. 
 Learn about the racial and cultural backgrounds of your students, and get to know 
their parents.
 Learn about yourself and your own background. Ask yourself how your own background
may affect your teaching style and your relationship with students. 
 Create an environment where students can have safe dialogues on diversity, including
race, culture, class, and sexual orientation.
 Help foster a school environment where staff members can have open discussions on
race, culture, class, and other aspects of diversity.
 Identify and use tools to facilitate discussion around diversity, including facilitation 
protocols, ground rules for discussion, and contracts. Promote the use of these tools 
consistently throughout the school community. 
 Master a variety of instructional strategies to reach students with different interests 
and strengths.
Recommendations
